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ABSTRACT
Academic optimism is the general tendency to expect positive outcomes in terms of
personal, current and future academic experiences. Academic optimism is similar to
general optimism with the exception of academic optimism’s focus on the academic life
domain. The study investigated the psychometric properties of the newly constructed
Academic Optimism Scale (AOS), as well as the relationships among academic
optimism, general optimism, self-esteem and depressive symptoms in relation to
academic achievement. The within-subject design included 292 college students at Time
with 160 of those students returning for Time 2. At each time, participants completed a
general optimism, academic optimism, self-esteem, and depressive symptoms measure; in
addition, participants allowed the researchers access to their college academic
performance. Results indicated the AOS was a sound scale with sufficient internal
consistency, external validity, and unique predictive strength. Academic optimism was a
stronger predictor of academic achievement than general optimism. Academic optimism
was a unique predictor of academic achievement such that the greater the academic
optimism the greater the academic achievement. The findings from this study highlight
the strength of utilizing a domain-specific construct (in this case, academic optimism) in
place of a general construct (e.g., general optimism) in understanding specific behavior.
Potential implications of utilizing a domain-specific in academic and clinical arenas are
discussed.
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INTRODUCTION
Optimism is a universal personality construct that has been associated with
psychological and physical health across many populations. General optimism has been
linked with lower levels of psychological problems such as anxiety and depression
(Aspinwall & Taylor, 1992; Carver & Gaines, 1987). Optimistic individuals were found
to have more successful treatment outcomes for heart disease, cancer, and general surgery
(Scheier & Carver, 1992). Furthermore, the literature supports the notion that general
optimism serves as a strong resilience factor during certain stages of life, especially
adolescence (Hauser 1999; Tusaie-Mumford, 2001). In these studies, general optimism
was operationally defined as the general tendency to expect positive outcomes in terms of
personal, current and future experiences. That is, general optimism was conceptualized as
a global, dispositional construct. Indeed, most studies refer to general optimism as
fundamentally dispositional, suggesting optimism functions like a stable, personality
characteristic (Solberg Nes & Segerstrom, 2006). In their meta-analysis, Solberg Nes and
Segerstrom (2006) found general optimism to be positively linked to coping strategies
that actively aim to solve the problem, and negatively linked to avoidant coping strategies
that ignore or avoid the stressor. Based on the extant literature, general optimism
primarily serves as a protective buffer against physical and psychological stress.
However, the purported positive efficacy of optimism is not as clear-cut as
originally assumed. Despite the positive effects found in the majority of the general
optimism research, recent studies have found that high levels of general optimism may
indeed be linked to negative characteristics and experiences (Chapin, 2001). This
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phenomenon, known as the optimistic bias, refers to the tendency to be overly optimistic
about the outcomes of planned or upcoming events (Radcliffe & Klein, 2002). The
optimistic bias occurs when the level of general optimism is higher than is expected. For
example, a patterned belief bias can lead people to underestimate large, catastrophic risk
and overestimate small, minor risks (Slovic, 1987). In the case of optimistic bias, people
tend to ignore the actual statistics of incidence and focus more on a type of social
comparison in which it is assumed that the other is at more risk than the self. In a study of
adolescent sexual behavior, Chapin (2001) found African-American adolescents
demonstrated an optimistic bias in that they genuinely believed that they were less likely
than their peers to become pregnant or be the cause of a pregnancy. Herein lays the
difference between general optimism and the optimistic bias in that the specificity and
degree of accuracy differentiates optimistic bias and dispositional optimism. That is, the
optimistic bias is inaccurate due to the personal favoritism regarding specific outcomes
whereas general optimism is neither accurate nor inaccurate, it is a general tendency.
In addition, the phenomenon of general optimism’s association with negative
characteristics or maladaptive functioning was demonstrated in a cross-cultural
investigation. Although higher scores were reported for the collectivistic culture, general
optimism served as a protective factor against psychological and physical distress
experienced in this culture (Toor & McIntyre, submitted). Higher levels of general
optimism were associated with lower levels of distress in the collectivistic culture.
Conversely, the authors found even with the lower general optimism scores in the
individualistic group, general optimism served as an exacerbating or risk factor for
2

psychological and physical distress experienced. That is in the individualistic culture,
those who were more optimistic experienced more distress, not less. General optimism
was a unique predictor of more psychological and physical distress in the individualistic
culture; but in the collectivist culture, general optimism was a unique predictor of less
psychological and physical distress. For the individualistic culture, the higher the general
optimism the greater psychological and physical distress experienced; whereas in the
collectivistic culture, the higher the general optimism, the lower the psychological and
physical distress experienced. The results of the cross-cultural study intimated general
optimism can serve a different, and even opposite, purpose in diverse cultures.
Another area of research that has found an association between high levels of a
personality construct and maladaptive behavior is self-esteem. High levels of global selfesteem were associated with maladaptive behavior such as physical aggression and
behavior associated with narcissism (Watson, Hickman, & Morris, 1996). The authors
found that individuals with higher levels of self-esteem tended to react more
aggressively. Higher global self-esteem, moreover, has been associated with hate groups
and their violent tendencies (Kirkpatrick, Waugh, Valencia, & Webster, 2002). Other
studies have also found positive associations between narcissism and global self-esteem
(Rhodewalt & Morf, 1995) in that those with high global self-esteem tended to behave in
a more exploitative, manipulative, and entitled manner (Watson & Biderman, 1993).
Foster, Campbell and Twenge (2003) provided further support for the relationship
between narcissism and global self-esteem. In their study of a number of ethnic groups,
African-Americans scored the highest on narcissism and self-esteem scales, whereas
3

Asians scored either the lowest or near the lowest on the self-esteem and narcissism
scales. These studies reinforce the notion that a high level of self-esteem, although
usually considered a positive characteristic, can in fact be related to negative behaviors
such as physical and verbal aggression. Extreme levels of global self-esteem and general
optimism, in fact, are related to both positive and negative behaviors. The complexity of
personality constructs such as global self-esteem and general optimism strengthens the
need for domain-specific research in that domain-specific research could shed light on the
dual roles of personality constructs. A focus on specific dimensions could provide insight
on the positive and negative relationships found using global constructs.
The question still remains whether general optimism or the optimistic bias results
in more than just unhealthy or inaccurate perceptions. Do general optimism and/or the
optimistic bias result in deleterious behaviors and actions? Is the efficacy of optimism
domain-specific: can an individual be optimistic in one life domain but not so optimistic
in a different domain? According to the extant literature, general optimism is not directly
linked with negative behavior, but those who are overly optimistic can at times ignore or
use their positivistic attitude to dismiss, or buffer against, negative characteristics or
events. Especially with the youth population, studies assert the stronger the optimistic
bias, the more likely the individual is to partake in high-risk behavior, and he/she will be
less likely to change their risky behavior (Chapin, de las Alas, & Coleman, 2005). Studies
also suggest those high in the optimistic bias only change their bias after experiencing a
major negative event at a personal level (Borkenau & Mauer, 2006). Although the
majority of optimism research supports the view that general optimism serves as a
4

protective, resilience factor against negative physical and psychological factors, if
general optimism is too high or unrealistic, it can lead to misperceptions and inaccuracies
that could result in negative consequences. This suggests a complexity to general
optimism in that certain levels of optimism can serve as a protective factor, but if the
level is too high, unrealistic expectations may end in negative and deleterious results. It
may prove to be beneficial to investigate these positive and negative relationships further.
One method of investigating the complexity of general optimism has been the
focus on general (trait) optimism and domain-specific (situational) optimism. Unlike the
generality of optimism, domain-specific optimism refers to the personal belief of positive
outcomes in specific situations or experiences (Tusaie & Patterson, 2006). Despite a call
for more research investigating domain-specific optimism (Chang & Sanna, 1998), a
literature review of “situational optimism” and “domain-specific optimism” using the
PsycINFO database (January, 2008) revealed only seven and six records respectively.
This lack of interest reinforces the view that studies comparing domain-specific and
situational factors are lacking in optimism research. Is optimism best viewed as a global
construct, or best investigated using a domain-specific model? Furthermore, are resilience
and achievement associated with certain levels of optimism? These questions are of
social, clinical, and educational importance but have yet to be extensively investigated.
Studies exploring the predictive strength of domain-specific or situational optimism are
very few.
When reviewing the handful of studies that have investigated the dispositional
and situational nature of optimism certain themes seem to emerge. Using the Life
5

Orientation Test-Revised (LOT-R), which purportedly measures dispositional optimism,
Toor, McIntyre, and Baldwin (2006) examined the relationship between optimism and
academic achievement. In this study, college freshmen were assessed on general
optimism and other personality characteristics at two intervals: the first assessment at the
beginning of the fall semester (Time 1), and the second assessment occurring at the end
of the fall semester (Time 2). General optimism was measured at two intervals to
determine if general optimism was more stable and dispositional in nature or if it was
moderated by situational factors. The difference between Time 1 and Time 2 general
optimism scores was not significant (t(1,169) = 0.88, p > .05), but a multiple regression
analysis revealed Time 1 general optimism was negatively related to academic
performance (β = -.24, p > .05), whereas Time 2 general optimism was positively related
and significantly predicted academic performance (β = .31, p = .05). The authors’
findings imply that general optimism may not be as dispositional and trait-like in nature
as currently accepted. That is, general optimism may change or shift according to
temporal, experiential, or even domain factors. More definitive research is necessary and
warranted in the optimism area.
One area that optimism researchers may look towards for insight on domainspecificity and situational factors is self-esteem. The self-esteem literature is more
extensive and developed in terms of domain-specific conceptualization and research in
that domain-specific and multidimensional models have received some interest in selfesteem research (Harter, Waters, & Whitesell, 1988; Kirkpatrick & Ellis, 2001,
Shavelson, Hubner, & Stanton, 1976). Domain-specific self-esteem does not involve an
6

evaluation of an individual as a whole; instead, domain-specific self-esteem is a specific
assessment of an individual’s self-esteem concerning a single facet of the individual’s life
(e.g. social, scholastic, athletic, moral, etc). Domain-specific self-esteem bolsters the
claim that each situation is unique due to the specific contextual and ecological factors
surrounding the problem or situation, and because of this uniqueness, a general solution
would not be very effective in ameliorating or solving the problem.
The concept of domain-specificity gave rise to research investigating which type
of self-esteem was a better predictor of actual behavior. The results suggest global selfesteem is more directly related to most measures of psychological well being (e.g.
depression, anxiety, happiness, etc.) than domain-specific self-esteem (Rosenberg et al.,
1995; Wylie, 1979). Shrauger (1972) found domain-specific self-esteem was a better
predictor of behavior compared to global self-esteem. Bachman (1970) conducted a study
of high school students and found a correlation between global self-esteem and school
performance of .23, whereas the correlation between school performance and academic
self-esteem was .48. In a similar study, Wylie (1979) found a correlation of
approximately .30 between global self-esteem and grade point average, whereas the
correlation between the academic self-esteem and grade point average was in the range of
.45 to .70. Based on these values, the author concluded that specific self-esteem domains
were better predictors of behavior than global self-esteem This is not to say that global
self-esteem is unrelated to specific behavior and performance; rather, domain-specific
self-esteem has a stronger relationship with actual behavior.
Based on the domain-specific models of self-esteem, it appears the domain7

specific conceptualization could theoretically apply to a number of psychological
constructs, including general optimism. Self-esteem theories portray the individual as a
complex, multidimensional being adapting and learning from social experiences (Harter,
Waters, & Whitesell, 1988; Kirkpatrick & Ellis, 2001, Shavelson, Hubner, & Stanton,
1976). Just like self-esteem, research has shown that general optimism plays a significant
role in how individuals interact with the environment, cope with psychologically and
physically stressful experiences, and perceive future events and outcomes. If there is a
situational component of optimism as purported by Toor, McIntyre, and Baldwin (2006),
then it would be worthwhile to investigate the possibility that the optimism construct has
a domain-specific nature. The notion of domain-specific optimism implies that the
optimism construct is more complex than initially thought. Are people optimistic in
general across all situations and possibilities, or is optimism more domain-specific? That
is, is the individual optimistic in certain areas of life but not optimistic, or as optimistic,
in other areas? For example, is it possible for an individual to be optimistic in general, but
not optimistic about academics? General optimism is believed to be simple and clear-cut,
but a domain-specific facet of optimism may exist that is more complex, than simple.
Optimism is widely thought of as a buffer to distress during stressful experiences.
Also, general optimism has been linked to positive performance in multiple life domains
including the academic and occupational domains (Aspinwall & Taylor, 1992). However
these studies were using scales that measure only general, not domain-specific optimism
(Prola & Stern, 1984; Seligman, 1991; Stoecker, 1999). Other studies have indirectly
linked general optimism to academic achievement in that the higher the level of
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optimism, the lower the level of test anxiety. If test anxiety is low and therefore at a
manageable level, academic achievement is more likely (Ruthig, Perry, Hall, & Hladkyj,
2004). However, in these studies, general optimism was assessed only at one time, and
consequently it was not possible to determine if the general optimism was truly
dispositional or more situational. Future studies should assess optimism, and other
psychological constructs, at numerous intervals to determine the nature and stability of
the construct.
In addition, the relationship between general optimism, anxiety, and academic
performance implies moderation as a key to academic success and resilient behavior. The
Yerkes-Dodson Law asserts that a moderate level of arousal is needed for optimal
performance; too much or too little arousal leads to lower levels of performance
(Anderson, 1994). According to Yerkes and Dodson, the relationship between arousal
and performance is best visualized as an inverted U-shaped curve. Several studies have
validated the quadratic relationship theorized by the Yerkes-Dodson Law (Anderson,
1994; Anderson, Revelle, & Lynch, 1989; Watters, Martin, & Schreter, 1997). In these
studies, the authors found that moderate levels of arousal predicted optimal performance
in academic, cognitive, and attention tasks. With the harmful effects of high levels of
general optimism (i.e., optimistic bias), it would be worthwhile to examine if the inverted
U-shaped curve illustrated by the Yerkes-Dodson Law applies to personality constructs,
such as optimism. Namely, is a moderate level of academic optimism best for optimal
performance in achievement tasks?
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Current Study
The current study had five objectives. The first objective was to assess the
psychometric properties of the academic optimism scale that was constructed for this
study. See the Measures section below for description of how the Academic Optimism
Scale was constructed. Other areas of psychology have investigated constructs such as
self-esteem and self-concept using a domain-specific approach yielding promising results
in the prediction of specific behavior; therefore, the notion of academic optimism and its
potential relationship with academic performance was explored in this study.
The second objective was to examine the stability of academic optimism by
measuring academic optimism at two separate intervals 6 weeks apart. An assumption
propagated by the extant literature is the stability and trait-like nature of optimism, but
recent research suggests otherwise in that optimism may be more influenced by state or
situational variables (Toor, McIntyre, & Baldwin, 2006). The six-week interval would
allow for at least one major exam to take place between Time 1 and Time 2.
The third objective was to establish the positive relationship between academic
optimism and academic achievement. The positive relationship between academic
achievement and general optimism is well-established; therefore, the author asserts that
academic optimism (the personal beliefs concerning academic ability) would also be
positively associated with academic achievement.
The fourth objective focused on the predictive strength of general and academic
optimism regarding academic achievement. Academic achievement was defined as the
participants’ grade point average (GPA). There are no available or known scales that
10

assess the academic domain of optimism in the current literature. Therefore, the
Academic Optimism Scale (AOS) was constructed and psychometrically analyzed in this
study. As general optimism is thought of as a general tendency to have positive
expectations about current or future experiences, academic optimism is the same general,
positive tendency but specifically related to current and future academic performance.
The fifth and final objective attempted to apply the inverted-U relationship from
the Yerkes-Dodson Law to predicting academic achievement with different levels of
academic optimism. Academic optimism scores were categorized as low, moderate or
high using percentile ranking. As previously discussed, a moderate amount of arousal
resulted in optimal performance in tasks focusing on concentration, attention, and
cognitive skills. Therefore, a component of this study tested whether a moderate amount
of academic optimism results in optimal academic performance.
The six hypotheses of the study were:
1) AOS would demonstrate internal consistency
2) AOS would show construct validity
3) AOS would exhibit test-retest reliability
4) Academic optimism would be positively associated with academic achievement
5) Academic optimism would be a stronger predictor of academic achievement than
general optimism
6) A moderate level of academic optimism would best predict academic achievement.

11

METHOD
Participants
The Time 1 study sample included 292 (130 male, 162 female; M = 18.7, SD =
1.21) students recruited from a fall semester introductory psychology course at the
University of Tennessee. The Time 1 sample consisted of 252 Caucasian (86%), 27
African-American (9%), 7 Asian (2%), 4 Latino (1%), and 2 participants (1%) who
categorized themselves as “other.” Further, the Time 1 sample included 206 freshmen
(71%), 57 sophomores (20%), 21 juniors (7%), and 8 seniors (3%). Participants received
research credit for their participation.
The Time 2 sample included 162 (72 male, 90 female; M = 18.8, SD = 1.36)
students recruited from the Time 1 sample of 292 students (55% retention rate). The
Time 2 sample consisted of 140 Caucasian (86%), 14 African-American (9%), 5 Asian
(3%), 2 Latino (1%), with 1 participant (1%) categorizing himself as “other.” Further, the
Time 2 sample included 116 freshmen (72%), 27 sophomores (17%), 13 juniors (8%),
and 6 seniors (4%). Participants received research credit for their participation.
Measures
Demographics. Participants completed a brief demographic questionnaire that
included items about age, gender, college year, and racial and ethnic identification.
General Optimism. The Life Orientation Test-Revised (LOT-R; Scheier, Carver,
& Bridges, 1994) was administered to assess general optimism. The LOT-R consists of
10 items with an equal number of items positively or negatively structured. There are
four filler items. Each item is responded to on a 5-point Likert scale, ranging from 0
12

(strongly disagree) to 4 (strongly agree). Sample items include: “In uncertain times, I
usually expect the best,” and “If something can go wrong for me, it will” (reverse
scored). Higher scores on the LOT-R indicate more optimism. The internal consistency of
the LOT-R has been found to be adequate with a Cronbach’s alpha of .78 (Rogers &
Glendon, 2003). For this study, Cronbach’s alpha for Time 1 was .75 and for Time 2 was
.78.
Academic Optimism. The Academic Optimism Scale (AOS) consists of 10 items
with 4 positively worded items and 4 negatively worded items. There are also 2 filler
items. Each item is responded to using a 5-point Likert scale, ranging from 0 (strongly
disagree) to 4 (strongly agree). Sample items include: “I am always optimistic about my
academic future” and “I hardly ever expect things to go my way academically” (reverse
scored). See Appendix A for complete AOS scale.
The Academic Optimism Scale (AOS) was constructed as a partial requirement of
a graduate level psychometrics seminar. The idea was to develop a scale that measured a
specific type of optimism, in this case, academic optimism. Due to it being widely used
and empirically validated, the LOT-R was used as a scale outline. As with the LOT-R,
the AOS was constructed using 10 items and a 5-pooint Likert scale. Unlike the LOT-R,
the AOS only utilized 2 filler items and the 8 other items were specifically related to the
academic domain. Items from the LOT-R assess optimism in a general manner; whereas
the AOS items are focused on academic performance and personal views regarding the
individual’s academic potential. A number of the items from the LOT-R were modified
from their general nature into items that were more academically centered. For example,
13

an item from the LOT-R is “I'm always optimistic about my future” and a similar item
from the AOS is “I am always optimistic about my academic future”. As can be seen, the
LOT-R item is a general assessment, whereas the AOS item specifically assesses the
personal belief regarding the academic domain.
A pilot study was conducted in the 2007 spring semester assessing the internal
consistency and reliability of the AOS. At that time, the AOS had was internally
consistent with a Cronbach’s alpha of .91 and appeared to be valid in that academic
optimism was positively correlated with the general optimism scale. The pilot study
sample size was approximately 40 participants; nevertheless, the internal consistency and
validity of the AOS warranted a more extensive study investigating the psychometric
properties of the AOS.
Self-Esteem. The Rosenberg Self-Esteem Scale (RSE; Rosenberg, 1965) consists
of 10 items and assesses a person’s overall evaluation of his/her worthiness as an
individual (Rosenberg, 1989). Responses are coded on a 4-point scale ranging from 1
(strongly disagree) to 4 (strongly agree). The self-esteem scale consists of an equal
number of positively worded items (e.g., “On the whole, I am satisfied with myself”) and
negatively worded items (e.g., “I certainly feel useless at times”). Higher scores represent
higher self-esteem. A high internal consistency has been reported for this scale with a
Cronbach’s alpha between .88 and .90 across six assessments in one study (Robins,
Hendin, Trzesniewski, 2001). For this study, Cronbach’s alpha at Time 1 was .90 and at
Time 2 was .90.
Depression. The Beck Depression Inventory - Revised (BDI-II: Beck, Steer, Ball
14

& Ranieri, 1996) is a 21-item self-report scale that measures symptoms and
characteristics of depression such as crying, dissatisfaction, and irritability. Higher scores
on the BDI-II represent higher levels of depressive symptoms. High internal consistency
for the BDI-II has been previously reported with a Cronbach’s alpha of .91 (Beck, Steer,
Ball & Ranieri, 1996). For this study, Cronbach’s alpha for the BDI-II at Time 1 was .89
and at Time 2 the alpha was .88.
Academic Achievement. The participants’ semester grade point average (GPA)
was used to assess academic achievement. The two stages of this study, Time 1 and Time
2, occurred within the 2007 fall semester; therefore, the participants’ GPA for that fall
semester was used to measure academic achievement.
The LOT-R, RSE, and BDI-II were selected due to the multicollinearity among
the constructs of general optimism, self-esteem, and depression. Previous studies have
demonstrated that general optimism, self-esteem, and depression are highly correlated
with one another (Darke & Freedman, 1997; Day & Maltby 1999; Symister & Friend,
2003). These studies established the notion that those who are more generally optimistic,
tend to feel less depressed and have higher self-esteem. In addition, numerous studies
have established the relationship between self-esteem, depression, and general optimism
with academic achievement. Specifically, self-esteem and general optimism are
positively related to academic achievement (Bowles, 1999; Noris & Wright, 2003), while
higher levels of depression are related to worse academic achievement and production
(Hysenbegasi, Hass, & Rowland, 2005). Therefore, if academic optimism emerges as a
unique significant predictor of academic achievement, such a finding would strengthen
15

the argument for an approach that uses domain-specific rather than general measures.
Procedure
The first stage of the study assessed the reliability of the newly constructed
Academic Optimism Scale (AOS). During this stage of the study (Time 1), participants
completed a packet which included the Life Orientation Test-Revised (LOT-R; Scheier,
Carver, & Bridges, 1994), Rosenberg Self-Esteem (RSE; Rosenberg, 1965), and the Beck
Depression Inventory (BDI-II; Beck, Steer, Ball & Ranieri, 1996) scales which
respectively measure general optimism, self-esteem, and depressive symptoms. The selfesteem, depressive symptoms, and general optimism scales served in the construct
validity analysis of the Academic Optimism Scale. At this time, participants granted the
primary researchers access to their academic records at the end of the semester in order to
assess academic achievement. Participants were informed at Time 1 that the study was a
two-part study in that the second stage of the study would take place approximately 6
weeks after the first stage (Time 1). These participants were re-recruited approximately 6
weeks later for the second stage (Time 2) of the study. Just as with Time 1, participants at
Time 2 were given the option of participating in the second stage of the study. During the
second stage (Time 2), participants completed the identical packet of questionnaires that
were completed at Time 1.
The AOS, LOT-R, RSE, and BDI-II were administered twice, once at Time 1 and
once at Time 2. Participants were not constrained to complete all questionnaires or items
on any questionnaire. Participation was completely voluntary and anonymous as the
participants were asked to provide their student identification number instead of their
16

name as an identifier. Also, participants were notified that signing their name on the
consent form allowed the primary researchers access to their academic record for
research purposes. Completed questionnaires were stored in a lock-protected file cabinet
within a locked room in the Austin Peay building. At the completion of the study,
participants were debriefed on the study’s objectives and contact information was
provided if participants had any questions or wished to receive a summary of the
findings.

17

RESULTS
In order to assess the factor structure of the Academic Optimism Scale, a principal
components factor analysis was performed (using Version 15.0 of the Statistical Package
for the Social Sciences, SPSS, 2007) on the data from Time 1 of the study. Principal
components analysis is a technique used to determine the number of possible components
(i.e. factors) that exist among a number of items. The analysis revealed one common
factor from the 8 items. In addition, internal consistency was assessed using Cronbach’s
alpha. The coefficient alpha for the sample was .85 at Time 1 and .87 at Time 2 which are
considered good (Cronbach, 1951).
Correlations with the optimism, self-esteem, and depressive symptoms measures
were computed to evaluate the construct validity of the academic optimism scale.
Academic optimism was positively correlated with general optimism, (r(290) = .66, p <
.01). Although the correlation between academic optimism and general optimism is high,
this means that only 44% of the variance is shared between general and academic
optimism, and suggests the two constructs are similar but different. Academic optimism
was also positively correlated with self-esteem (r(290) = .58, p < .01), and negatively
correlated with depression scores (r(290) = -.52, p < .01). That is, greater academic
optimism was associated with greater general optimism and self-esteem, and with fewer
depressive symptoms. Again, the shared variances (academic optimism and general
optimism = 44%; academic optimism and self-esteem = 34%; and academic optimism
and depressive symptoms = 27%) show that the constructs are related to academic
optimism but not redundant.
18

Time 1 general optimism, self-esteem, and depressive symptoms mean scores
were computed to determine if those of this study sample were representative of mean
values found in samples from previous studies (see Table 1) (Tables are located in the
Appendix.). Past studies measuring general optimism (Burke, Joyner, Czech, & Wilson,
2000; Scheier, Carver, & Bridges, 1994), self-esteem (Schmitt & Allik, 2005; Twenge &
Campbell, 2001), and depressive symptoms (Storch, Roberti, & Roth, 2004; Whisman,
Perez, & Ramel, 2000) have reported similar descriptive statistics for their college
samples. Based on the similarity of the mean scores among the studies, the means from
this study sample are representative of means from the extant literature. See Table 1 for
means from past studies.
To investigate the stability of academic optimism over time (6-week period), a
correlational analysis and a paired-samples t-test were conducted. The correlation
between Time 1 and Time 2 was r(160) = .78, p < .01. This correlation suggests a strong
relationship between Time 1 academic optimism and Time 2 academic optimism.
Individual differences appear relatively stable over time, but some changes did occur
during the 6-week time period. The paired-samples t-test determined if academic
optimism group means changed over time. The time 1 academic optimism group mean
score (M = 22.5, SD = 5.19) and the Time 2 academic optimism group mean score (M =
22.3, SD = 4.97) were not significantly different from one another, t(1,161) = 0.68, p >
.05. It can be concluded that group academic optimism mean scores did not significantly
change over time.
The positive relationship between academic optimism and academic achievement
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was investigated using a correlational analysis. The relationship between Time 1
academic optimism and academic achievement was r(290) = .41, p < .01. The
relationship between Time 2 academic optimism and academic achievement was r(162) =
.35, p < .01. At both Time 1 and Time 2, academic optimism was positively correlated
with academic achievement. The strong relationship between academic optimism and
academic achievement paralleled the relationship found between academic self-esteem
and academic achievement. Therefore, for both optimism and self-esteem, a domainspecific measure was significantly and positively correlated with academic achievement.
The next analysis tested whether academic optimism or general optimism would
be a stronger predictor of academic achievement (GPA). In order to test this hypothesis,
two analyses were computed: 1) a test of the difference between two correlated
correlations and 2) multiple regression statistics. The test of correlated coefficients is a ttest used to determine if two correlated coefficients are significantly different from one
another. At Time 1, the correlation between general optimism and GPA was r(290) = .19,
p < .05, and for academic optimism the correlation with GPA was r(290) = .41, p < .01.
The difference between the correlations was significant, t = 4.09, p < .01. Therefore at
Time 1, the difference between the coefficients is statistically significant, such that at
Time 1, academic optimism had a significantly larger correlation with GPA than did
general optimism.
To provide further evidence, multiple regression analysis was executed to control
for potential demographic moderating effects in determining whether at Time 1, general
or academic optimism was a stronger predictor of GPA. The multiple regression analysis
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consisted of entering all variables (demographic and predictor) into the equation at one
step. The demographic variables were included in the regression analysis in order to
control for any potential effects of age, gender, race, and academic class. Academic
optimism emerged as a unique predictor of academic achievement, β = .47, p < .01;
general optimism did not, β = -.17, p > .05.
Similar analyses were undertaken with Time 2 optimism scores and academic
achievement. For Time 2 optimism scores, the difference between the general optimismacademic achievement and academic optimism-academic achievement correlations was
significant, t = 3.66, p < .01. Just as with Time 1, Time 2 academic optimism had a
stronger relationship with academic achievement than Time 2 general optimism. For the
multiple regression analysis, again demographic variables were inserted into the multiple
regression equation along with general and academic optimism (See Table 3 for
correlations). For Time 2, academic optimism emerged as the only significant predictor
of academic achievement, β = .52, p < .01. Again, general optimism did not significantly
predict academic achievement, β = -.21,
p > .05.
To further investigate the unique predictive validity of the academic optimism
scale, a second, more stringent, multiple regression equation was constructed. In addition
to demographic variables and the optimism measures, personality variables were included
in the multiple regression equation. The personality variables include were global selfesteem and depression scores. For the analysis at Time 1, academic optimism, β = .48, p
< .01, and gender, β = .14, p = .01, emerged as unique significant predictors of academic
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achievement. Those with higher academic optimism scores had higher academic
achievement scores than those with lower academic optimism scores. At Time 2, only
academic optimism (but not gender) emerged as a positive, significant predictor of
academic achievement, β = .53, p < .01. However in this analysis, general optimism did
emerge as a significant unique predictor of academic achievement but in the negative
direction, β = -.32, p < .05. That is, when contributions from the other predictor variables
were also taken into account, greater general optimism was associated with poorer
academic achievement.
Lastly, the unique predictive validity of academic optimism was tested by
determining the R-square change value using a hierarchical regression. The R-square
value refers to the amount of variance accounted for by the group of predictor variables
in the regression model. The R-square change value here is the change of the amount of
variance accounted for when academic optimism is added to the second model. That is,
the first regression model included age, gender, race, academic class, self-esteem,
depression and Time 1 general optimism as the predictor variables with academic
achievement as the dependent variable. The second regression model included the same
demographic and predictor variables in the first model with the addition of Time 1
academic optimism. Therefore, the difference between the R-square value of regression
model 2 and R-square value of model 1 constituted the R-square change value. The Rsquare change is tested with an F-test, which is referred to as the F-change. A significant
F-change means the predictor variable added in the second regression model resulted in
significantly improved predictive strength of the dependent variable. Two regression
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models were computed; the first regression included Time 1 general optimism and Time
1 academic optimism whereas the second regression included Time 2 general and
academic optimism. For the regression model including only Time 1 predictor variables,
the R-square change value was .15, which was significant, F-change = 28.5, p < .01.
Therefore at Time 1, adding academic optimism to the regression model significantly
increased the overall predictive strength of the model. For Time 2, the R-square change
value was .13, which was significant, F-change = 23.2, p < .01. Again at Time 2, adding
academic optimism to the regression model significantly increased the overall predictive
strength of the model. These analyses at Time 1 and Time 2 confirm that academic
optimism has unique predictive validity at both Time 1 and Time 2.
The last hypothesis stated that a moderate level of academic optimism would be a
stronger predictor of GPA than either low levels or high levels of optimism. Academic
optimism scores at the 25th percentile and below were categorized as “low”, scores
between the 25th-75th percentile were categorized as “moderate”, and scores at or above
the 75th percentile were categorized as “high” (see Table 4 for group means and standard
deviations). In order to test this hypothesis, one-way ANOVAs were computed with a test
of contrast effect reflective of an inverted-U relationship. If a main effect was detected, a
post hoc analysis was conducted to determine simple effects. For both Time 1 and Time
2, a main effect emerged but a contrast effect representing an inverted-U relationship was
not found (Time 1; F (2, 159) = 11.3, p < .01 and Fcontrast (1, 159) = 0.16, p > .05; Time 2:
F (2, 159) = 5.33, p < .01 and Fcontrast (1,159) = 0.10, p > .05). A moderate level of
optimism was not associated with a higher GPA compared to both low and high levels of
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optimism. The significant main effects reflect that at both Time 1 and Time 2, there
were mean differences among the low, moderate, and high academic optimism groups. At
Time 1, the high academic optimism group had a significantly higher GPA mean score
compared to both the low and moderate groups. At Time 2, the high academic optimism
group had a significantly higher GPA mean score compared to the low group. The GPA
mean scores of the high and moderate group were not significantly different, unlike at
Time 1.
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DISCUSSION
The Academic Optimism Scale is a valuable new instrument for researchers and
practitioners. It was found to have internal consistency, test-retest reliability, and
construct validity. In addition, academic optimism was more strongly associated with
academic achievement than general optimism. Lastly, academic optimism was a unique
and positive predictor of academic achievement while general optimism was not a
significant predictor of academic achievement except when included with other predictor
variables (i.e., demographic variables, self-esteem, and depressive symptoms); then less
general optimism predicted greater academic achievement. This negative relationship
between general optimism and academic achievement contradicted the positive
relationship posited by Solberg Nes and Segerstrom (2006) in their meta-analysis but
supports the conclusions from Chapin (2001) of higher general optimism being related to
more negative experiences. The study’s findings advocate for a domain-specific approach
rather than a general approach when predicting academic achievement.
Academic optimism clearly was shown to be related to, but distinctive from,
general optimism, self-esteem, and depressive symptoms. The relations among these
constructs may be a product of the dimensional nature of the self. If an individual
perceives him/herself as successful and productive in a specific life domain, this positive
evaluation may influence the overall evaluation of the self. As previously stated (Harter,
Waters, & Whitesell, 1988; Kirkpatrick & Ellis, 2001) the self is not categorical; how one
feels about oneself in one domain will influence to a degree how one feels in a separate
domain. It is unclear how much one aspect of the self influences another, but the
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relationship between domains certainly exists, as found here and in other studies. The
strength of the construct “academic optimism” is that the domain-specific nature captures
the individual’s feelings and perceptions regarding his/her self-beliefs related to academic
performance. In addition, the effectiveness of domain-specific approaches provides
insight into the multidimensional nature of the individual.
From a measurement perspective, global measures are vague and general in
comparison to domain-specific ones. While a global assessment is quick, it appears to be
an imprecise measure of the individual’s well-being. However, a domain-specific
assessment is an evaluation of a certain aspect of the individual; therefore, it provides a
thorough, well-developed representation of a component of the person. For that reason, a
domain-specific approach appears to be more efficient and fruitful when attempting to
predict behavior in particular, applied situations.
The relationship found between academic optimism and academic achievement
parallels similar results from the literature. Just as here, academic optimism was a better
predictor of academic achievement than was general optimism. In self-esteem research,
academic self-esteem was a stronger predictor of academic achievement than general
self-esteem and moreover, global self-esteem was more directly related to general
attitudes of well-being (e.g., depression, anxiety, happiness, etc.) than domain-specific
measures (Rosenberg, et al., 1995; Wylie, 1979). Other domain-specific measures have
also been found to be better predictors of actual behavior than global measures
(Bachman, 1970; Shrauger, 1972; Wylie, 1979). The findings from these studies bolster
the notion that a domain-specific approach to predicting specific behavior is more
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effective than utilizing a general measure to predict a specific domain of achievement.
Future studies’ rationales and methodologies may benefit from introducing a domainspecific perspective.
Although individual differences in academic optimism were found to be reliable
yet there appeared to be changes in individuals’ relative positions from one time in the
academic semester to another. One possible explanation for these changes is random
human error in that participants may not respond in the exact same manner when
administered a scale on two separate occasions. A second explanation is that participants
may have read items differently at a second administration and consequently have
interpreted the items differently than at the first administration. Additionally, recent
situational and experiential effects may be impacting the individual’s personal rating of
academic optimism. For example, a participant may have high academic optimism at first
administration but then before the second administration may have performed poorly on
an exam and therefore subsequently rated himself with a lower sense of academic
optimism at the second administration. This explanation assumes that academic
achievement experiences can affect academic optimism; a directional interpretation that
contrasts with the more conventional one that optimism somehow affects outcomes. Even
if academic optimism does have some causal influence on academic achievement, the
processes that link these two constructs are as yet unknown. Do more optimistic students,
for instance, use more active as opposed to passive strategies of coping with academic
demands than their less academically optimistic peers? Previous research found the use of
active coping strategies result in better adjustment and fewer problematic psychological
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issues compared to passive coping strategies (Aspinwall & Taylor, 1992; Solberg Nes &
Segerstrom, 2006); subsequently, might the same pattern exist with regard to academic
optimism and academic achievement? Future studies should focus on examining whether
and how lasting personal experiences shape personal evaluations of specific and general
constructs as well as how personal self-evaluation might influence perceptions of and
approaches to experiences.
Academic optimism did not display a U-shaped curve for prediction of academic
achievement. Instead, it actually appeared to have a more linear as well as a positive
relationship with academic achievement. There was no evidence here, then, for negative
effects of what has been called “optimistic bias” (Radcliffe & Klein, 2002). The
numerous studies that have found an inverted-U relationship between personality
variables and performance have typically focused on personality variables related to
physiological arousal (e.g., anxiety) and performance on moderately demanding tasks
(Anderson, 1994; Loke, 1993). Differences in academic optimism may not be related to
different levels of physiological arousal when faced with academic tasks. It is also
possible that the sample employed here happened not to include a sufficient number of
extremely academically optimistic participants to find effects of the optimistic bias or
interference with academic performance. Timing of the assessment of academic optimism
might also be relevant here. Measuring academic optimism prior to the beginning of the
semester may provide a different relationship than the positive, linear relationship found
in this study. Assessing academic optimism early into the semester may represent an
academic optimism level that has already shifted. For example, a student may realize
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based on the class syllabus or first week of class that he/she may not be prepared for the
investment in time an energy needed in a particular class. Conversely, a class previously
expected to be challenging and difficult may actually be easier than anticipated. These
early semester experiences may very well extreme levels (extreme in either direction) of
academic optimism and prevent the effects of optimistic bias.
A possible limitation of this study is the convenience of the sample employed to
investigate the academic optimism construct. Participants were recruited from an
undergraduate introductory psychology course and the sample was predominantly
Caucasian freshmen. However, previous studies examining general optimism, selfesteem, and depressive symptoms with other samples have found group mean scores
similar to those found with this sample. In addition, the relationships found among
general optimism, self-esteem, and depressive symptoms in this study were similar to the
relationships found in other studies. Therefore this undergraduate sample, although
convenient, appears to have yielded findings that can be generalized to other study
samples.
At this time, the directionality between academic optimism and achievement is
unclear. Whether an optimistic attitude precedes academic achievement, or vice versa,
has yet to be determined at this time. Conclusions can only be made after this relationship
is further investigated and better understood. As domain-specific optimism research is
generated and conclusions are drawn, interventions from a domain-specific model may
become a fruitful avenue. As of now, the results of this study are promising; however,
additional research is warranted before firm conclusions can be drawn.
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General Discussion and Potential Implications
Domain specificity is a construct with potential applied as well as conceptual
implications. Although the findings from this study are specific to academic achievement
among the college student population, the notion of utilizing a domain-specific approach
may potentially apply to a number of different areas including academic interventions,
clinical work, and other areas of psychological research. However, before discussing
potential implications, contextualizing the study’s findings is warranted. The study
objectives were narrowly focused in the sense that a specific area (i.e. academic domain)
was assessed in a specific population (i.e. college students). The findings support the idea
that a measure that specifically addresses academic expectations would better predict
academic performance than a general measure (Wylie, 1979); however, this finding may
not apply across different populations or even different domains. For young children who
are beginning their matriculation (age 4-6), academics may not be a major focus of their
development in the sense that grades are not emphasized as much as compared to later
grade levels. At an early age, education focuses on developing fundamental skills (e.g.,
reading, writing, and problem-solving) that young children utilize in later grade levels.
For children in this age group, peer socialization and familial relationships may be more
important than academics success. If this is the case, a measure of academic expectations
or academic optimism may not predict academic achievement due to the low priority
given to the academic domain. Children may have other priorities than academic, such
that they may be more focused on developing friendships, following the classroom rules,
or even becoming more independent and autonomous.
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Conversely, the college student population is for the most part very focused on
their academic performance, especially at the University of Tennessee with the
introduction of the Hope scholarship. In order to retain the Hope scholarship on a yearly
basis, students must make regular progress toward a degree and maintain a cumulative
3.0 grade point average after each semester. Considering a significant portion of
undergraduates are eligible and take advantage of the Hope scholarship, the students are
more likely to be focused or at least aware of their academic performance. With the
salience and emphasis on academics, college students may be more aware of their
academic ability allowing for a more accurate measure of academic expectations or
academic optimism. In comparison to a different age group, college students may place
academics at the top of their respective priority lists.
In addition, those who have been in the work force for a number of years may be
unconcerned with their academic accomplishments. Their attention may be centered on
maintaining a household, family, and employment. Paying monthly bills, performing
adequately in their occupation, and providing their children and/or spouse with emotional
support are more likely to be a priority than academic performance. Academics, school,
and homework may be of the distant past for someone who has been working for years or
even decades. Therefore, the relationship between academic optimism and academic
achievement among adults undertaking coursework in addition to their employment and
personal lives may be much weaker or even not significant than during college or a life
period in which the individual is focused on academics.
The relationship between academic optimism and academic achievement, then,
31

may be moderated by the individual’s current age or developmental stage. Assessing the
relationship between academic optimism and academic achievement during specific
developmental periods in which academics is not emphasized may result in very different
relationships compared to assessing the academic optimism and academic achievement
relationship during life stages in which the emphasis is on academics. Longitudinal
research would be informative on the possible moderator role of developmental stages on
the academic optimism-academic achievement relationship. At this time, the role that age
and/or developmental stage may play is unexplored and unclear.
Just as the relationship between academic optimism and academic achievement
may not only differ across different ages and developmental periods, a stronger
relationship between a domain-specific construct and actual behavior may not emerge in
different domains. Based on the findings from this study, an assumption could be
constructed that domain-specific optimism would better predict a corresponding behavior
than general optimism. For example, a subsequent study may hypothesize that social
optimism better predicts social adjustment or success (however it is defined) than general
optimism in the same breadth that academic optimism better predicted academic
achievement. This relationship may potentially emerge in the social domain; at the same
time, social optimism and its relationship to social behavior may not be as
straightforward as the relationship between academic optimism and academic
performance in this study. Higher levels of academic optimism were related to greater
academic achievement; however for social optimism, those who are more socially
optimistic may be related to the total number of relationships (positive or negative), the
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number of meaningful relationships, or how one’s social status is perceived by others.
Based on the findings within the academic domain, further investigation of the social
domain and others (e.g., moral, athletic) are warranted. Until then the findings from this
study should be understood within the realm of academic achievement among college
students.
Although the domain-specific construct has not been explored in the clinical
setting, it may be pertinent there as well. A clinical case that I encountered illustrates this.
This individual, who shall be referred to as Mr. P for confidentiality and anonymity
purposes, originally presented with depressive feelings he attributed to a number of
different life issues and stressors. His depressive symptoms included a decrease in energy
and motivation, difficulty sleeping, and feelings of worthlessness and hopelessness. As
therapy progressed and connections and habitual patterns in his personal life were
brought to awareness, it seemed that Mr. P was experiencing depressive symptoms due to
difficulties in a number of life domains. However, over time it became clear that the root
of his depression was based in one particular domain: the interpersonal domain. What
was discovered during therapy was that the difficulty and frustration he was experiencing
with his spouse caused him a significant amount of distress and frustration and
subsequent depression. Essentially, his fundamental distress and frustration were domainspecific. The stress and frustration from his spousal relationship essentially spilled into
other domains of his life such that he would experience distress in these other domains.
For example, Mr. P stated he would have an argument at home and afterward he would
go to work and lose his temper with a co-worker. This cycle would happen repeatedly so
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much so that a pattern was formed and eventually Mr. P was terminated from his
occupation. He attributed his depression to his loss of employment; however, it appears
that Mr. P’s frustration and difficulty emanated from his home life and his relationship
with his spouse. This scenario is one of the many examples that could have been used
here to illustrate how Mr. P’s frustration rooted in his home life drastically shaped other
life domains. During the course of therapy, Mr. P became more aware of when difficulty
and negativity from one life domain began to affect other life domains.
With the newly developed awareness and insight, Mr. P was able to identify
negative and depressive feelings that were genuinely related to specific experiences
versus negative feelings that were spilling over from one domain into another domain.
His ability to recognize these emotional displacements and their behavioral effects served
the therapy well in that he was better able to realize when he was displacing frustration
from one experience into another area of his life. This realization allowed for Mr. P to
communicate this pattern with others (especially his spouse) and as a result, he
experienced an improvement in his interpersonal relationships. Toward the termination of
therapy, Mr. P was able to acknowledge and recognize that his ability to identify and
contain his negative emotions resulted in an improvement in his other life domains. Mr. P
and his depressive presentation is one example of potentially many that could benefit
from a domain-specific approach to therapy. Similar to the findings from this study that a
domain-specific approach was an effective tool in predicting academic achievement, a
domain-specific approach to therapy proved to be quite effective in the psychological
conceptualization of Mr. P’s problems and his treatment.
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A number of psychological issues could be formally conceptualized and treated
from a domain-specific approach other than depression. Nevertheless, the above clinical
vignette is an example of how a domain-specific approach was utilized in a single
therapeutic setting. Conceptualizing clinical cases from a domain-specific model has yet
to be empirically validated or even thoroughly explored in clinical research. Future
clinical studies utilizing a domain-specific approach to therapy could sharpen a
legitimate, validated technique in treating a number of clinical disorders including
depression, anxiety, and mood disorders.
In conclusion, the Academic Optimism Scale showed utility in better
understanding the relationships between personality factors and academic achievement.
The domain-specific nature of the Academic Optimism Scale resulted in a unique, robust
relationship with academic achievement. Not only did academic optimism more strongly
predict academic achievement compared to general optimism, academic optimism
uniquely predicted academic achievement above and beyond the combined predictive
strength of all the demographic and personality variables used in this study. General
optimism was related to academic achievement but the relationship was not nearly as
strong as the relationship between academic optimism and academic achievement. This is
not to say that general optimism was ineffective in predicting actual behavior or
performance, just that academic optimism was more efficacious in predicting academic
achievement. The Academic Optimism Scale provided strong support for the potential
utility of domain-specific approaches in place of a general approach in predicting specific
behavior.
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Appendix A
Table 1
Means and Standard Deviations of General Optimism, Self-Esteem, and Depressive
Symptoms from this study and from pervious studies
________________________________________________________________________
Variable
Mean
SD
________________________________________________________________________
Current Study
General Optimism
Self-Esteem
Depressive Symptoms

16.2
32.4
8.6

4.04
4.99
7.12

General Optimism (Scheier et al., 1994)
General Optimism (Burke et al., 2000)

14.3
17.2

4.28
3.69

Self-Esteem (Schmitt & Allik, 2005)
Self-Esteem (Twenge & Campbell, 2001)

32.2
32.1

5.01
nr

Previous Studies

Depressive Symptoms (Storch et al., 2004)
11.0
8.17
Depressive Symptoms (Whisman et al., 2000)
8.4
7.16
________________________________________________________________________
SD = Standard Deviation
nr = not reported
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Table 2
General and Academic optimism group Means and Standard Deviations)
________________________________________________________________________
Variable
Mean
SD
________________________________________________________________________
General optimism Time 1
General optimism Time 2

16.4
16.6

4.03
3.83

Academic optimism Time 1
22.5
5.19
Academic optimism Time 2
22.3
4.97
________________________________________________________________________
SD = Standard Deviation
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Table 3
Correlation coefficients between demographic and personality variables with academic
achievement (GPA)
________________________________________________________________________
Variable
Time 1
Time 2
________________________________________________________________________
Age
Sex
Class
Race

.04
.07
.01
.03

-----

-----

Self-esteem
.13
.14
Depressive symptoms
-.20*
-.18*
General Optimism
.19*
.15*
Academic Optimism
.41**
.35**
________________________________________________________________________
** p < .01, * p < .05
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Table 4
Academic optimism group GPA means and Standard Deviations
________________________________________________________________________
Variable
Group
GPA mean
SD
________________________________________________________________________
Academic optimism Time 1

Low
Moderate
High

2.81
3.12
3.52

Academic optimism Time 2

0.81
0.68
0.57

Low
2.93
0.78
Moderate
3.16
0.66
High
3.47
0.73
________________________________________________________________________
SD = Standard Deviation
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Appendix B
Academic Optimism Scale
Next to each statement, please circle the number that corresponds to what you personally
agree with. Consider each item independently, and try not to let your opinion for one item
influence your opinion for other items. Please note that there are no right or wrong
answers.
0 = Strongly Disagree
1 = Disagree
2 = Neutral
3 = Agree
4 = Strongly Agree
1. Just before taking a test, I usually feel confident and positive.

0 1 2 3 4

2. If something can go wrong for me, it will.

0 1 2 3 4

3. If I fail, I know I will do better next time.

0 1 2 3 4

4. I am always optimistic about my academic future.

0 1 2 3 4

5. I hardly ever expect things to go my way academically.

0 1 2 3 4

6. I expect to be very academically successful in the future.

0 1 2 3 4

7. I usually expect to perform very well on assignments and exams.

0 1 2 3 4

8. If I am having difficulty with an assignment, I know I will

0 1 2 3 4

eventually be able to complete it.
9. Things never work out they way I want them to in school.

0 1 2 3 4

10. When I think about school, I am totally confident about my

0 1 2 3 4

academic abilities.
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